the quest for solutions, seeing how even the best strategy can so quickly leave us wanting, and we thus re-open ourselves to the voice of skepticism. There are too few resources in educational literatures to help us learn from the voice of skepticism, and for this reason, I see the section "Normal and Natural" from Cavell's The Claim of Reason as a greatly underappreciated resource for teaching. 2 Though this section will not help us find our way in teacher education discussions as they are presently framed, I find "Normal and Natural" to be a text that offers a deeply important and much needed vision for the work of teaching and teacher education. And, as all work in teacher education is inherently political, given-at the very least-its ties to regulation and how often it is made the object of political discussion, I 3 see Cavell offering us a politics-though one not normally seen as such given its lack of a direct tie to present policies or practices-for teacher education that we need, especially when we open ourselves to the voice of skepticism.
A central theme of "Normal and Natural" is Cavell's thinking about how the process of becoming educated leads us to accept many things as normal or natural;
foregone conclusions not open to question. Cavell begins with Wittgenstein's example of teaching a child to continue a series. We judge teaching a success when the child successfully completes the series as we would, when, for the child, "the continuity is a matter of course, a foregone conclusion." Much is accomplished when the young 4 continue as we do, when their reactions are the same as ours-this is pain, this is what it means to count, this is being in love-but, the accomplishment also comes at a cost. Although it is important that another person recognizes my wince as a sign that I am in pain, the fact that my pain can be almost instantly recognized as such can cause me to worry-to echo Wittgenstein-that this instant public recognition can somehow take away from my pain being mine. If something so seemingly personal as my pain is not wholly mine, at least mine in the ways I took it to be, then what else follows? Why do I/we call this a painting? Why do I/we call this school? Why do I/we value the things we do in the ways we do?
The problem with asking these questions is that, if our education has been successful, it is not as if I can simply decide to change the way I inhabit my world. As This is a key moment, and a political one. If I decide to throw myself back upon my culture, then I can begin to wonder why "we do what we do, judge as we judge" and think about the education that has brought me to "these crossroads."
As we ask questions about our ways of doing things, and whether I assent to them, we are cast back to scenes of instruction, the education that has led us to these crossroads and that mark our culture. We are forced to consider how much of what we call education is marked by "hypocrisy or cynicism or bullying," especially when our elders, or the elder we are now, are confronted with questions-the questions of youth and adolescence-that threaten to bring our ways into question. As we skate along the grooves of the foregone and expect the child to follow, we may be brought up short by a question. We can replay the questions we asked as children, and we can replay the questions children ask us. I can replay these questions as a way of connecting me to what our educations have formed, I can use these questions as an "occasion to go over the ground I hitherto thought foregone." Is it a foregone conclusion that our society 9 must be marked by inequality? What would it mean to call my "natural" reactions to the existence of inequality-or racism, or sexism-into question? Instead of seeing our ways as wholly natural, we can begin to listen more to the questions of childhood, responding with openness, not cynicism, bullying or fear. This listening to the questions of childhood strikes me as one of the most important political implications of Cavell's work for teaching and working with future teachers. As much as we can prepare future teachers to anticipate the limitations of our way of life as it currently standsfor example, teaching about white privilege, teaching about cis privilege-new questions will inevitably arise, and we need to prepare future teachers for this reality. Instead of taking unforeseen questions as a threat or an affront, teachers can respond to these questions as opportunities; an "occasion to throw [themselves] back upon
[their] culture." The voice of skepticism offers a political education where teachers see the good of throwing themselves against their own enculturation as teachers, and the culture of schooling that they find themselves in.
Cavell is deeply instructive here. He writes: "Why do we take it that because we then must put away childish things, we must put away the prospect of growth and the memory of childhood? The anxiety in teaching, in serious communication, is that I myself require education. And for grownups this is not natural growth, but change. Conversion is a turning of our natural reactions; so it is symbolized as rebirth." An educa 10 -tor must stand open to the need for conversion and rebirth, and this conversion is not necessarily brought about by anything that she learns in her teacher education, but it is occasioned by "the prospect of growth and the memory of childhood." Both are worth fuller attention. First, the prospect of growth is something that should be much more central to learning to teach than it currently is. Anyone entering the complex work of $ . Ibid., 125. 8 $ . Cavell, The Claim of Reason, 125. 9 $ . Ibid., 125. 10 teaching will seek some certainty, especially when it comes to the very real challenges of effectively managing a classroom for learning. That is, she will want to have certain things "figured out" before teaching. But, this desire for a way of being in the classroom that allows for order and effectiveness (to take two things most new teachers worry about) should not harden into the fixity of the one and only routine, or the lesson that works and never invites revision. Rather, the prospect of a life of teaching should be one premised on the promise of continuous growth. One's subject is always changing, 11 one's students are always changing, the context of school and society are always changing, and the educator is the one who learns through change, not in avoidance of it.
Though one may have never imagined-say, as a public educator in North Carolinathat the bathrooms in a school would be charged with the significance they have at our moment in history, an educator welcomes the moment as an opportunity to grow: to make the school-and our society-more humane, more educative, more just.
It is hard to know just how a future teacher can be prepared for this openness to growth, but I find Cavell's thinking on the artist as deeply suggestive. Cavell writes, "Artists are people who know how to do such things, i.e., how to make objects in response to which we are enabled, but also fated, to explore and educate and enjoy and chastise our capacities as they stand." Again, it is important to prepare students to think about 12 and respond to the issues and politics of the moment, but the issues and politics that consume the culture at the start of a teacher's career will likely be very different as she grows into her work. For this reason, it is important that future teachers see the need to be responsive to questions beyond the options that are on offer by society as it presently stands. Instead of looking to what we teachers know to be solutions to the problems we face in the classroom, we may need to look elsewhere. The ways in which we've been educated-as teachers-to see certain behaviors or outcomes as foregone, may be a commentary on the limitations of our teaching practices, and not necessarily an accura- experience art "in response to which we are enabled, but also fated, to explore and educate and enjoy and chastise our capacities as they stand."
As someone who knows the very real pressure to teach a student in ways that will effectively prepare her for her first year of teaching, it sounds fanciful-at bestto suggest that students should engage with art if she wants to prepare for a life of te- I appreciate that Cavell shows us that "we are enabled, but also fated" to ask questions when moved by art. Art opens possibilities, but we are also fated to see those possibilities whenever a child asks us: "Why do I have to ask permission to use the bathroom? Why are only some children good at math (in your classroom)?" We are fated to think the questions with the students, we cannot "put the pupil out of sightas though his intellectual reactions are disgusting to me," we are cast into moments 14 of decision where we can continue running our classroom along the groove of what is done, or seek change, growth, conversion. Our best practices come to an end-our teacherly spade is turned-and we must find our way forward, trying to create a way of being together in the classroom that avoids what is deadening in favor of possibilities for growth. Making the attempt to break with the foregone is difficult, and Cavell is right-I feel-to liken it to a rebirth. Our classroom, who we are in the classroom, who our students can become in the classroom are different if we make the move to go against, or resist, the foregone.
Just as we shouldn't put away the "prospect of growth" if we want to be effecti- The sense of being crippled morally makes a great deal of sense to me in relation to teaching. When a teacher puts herself outside the realm of childhood and adolescence, as if the deep concerns and feelings she felt as a child were mere abstract knowledge, she ceases to be responsive to the life of, to what is alive to, her own students.
In this situation, when the teacher is at a remove from what is living in her classroom,
what is necessary is not new practices, but a change of heart. We might-following Cavell's fondness for troping images from the Bible in a -though this way of stating it seems to risk something like overstatement-the power to transform lives and the foundations of educational practices. We can see this transformative power most clearly when Cavell discusses the child who we see as disgusting until one adult does not recognize the child as we do. Cavell writes:
Sometimes a stranger does not find the child disgusting when the child's parents do. Sometimes the stranger is a doctor and teaches the child something new in his acceptance of him. This is not accomplished by his growing accustomed to the disgusting creature. It is a refusing of foregone reaction; offering the other cheek. 22 At least two points are worth noting. First, it is important that the stranger does not grow accustomed to the child and thus come to learn that the child is not disgusting.
Rather, the stranger refuses the foregone reaction; the child is not disgusting, it is the criteria that force us into this conclusion that are disgusting and stand in need of reformation. Here is a key point for teachers and teacher educators to remain mindful of. When working with students we can-and often should-refuse the foregone reaction. No student is bad at math-or English, or science-just as no child is irredeemable-or disruptive, or any other label that becomes convenient for educators but fateful for the child-and teachers must risk the possibilities of learning when she acknowledges that the child is not her label and so discover-through the conversion of human responsiveness through contact with the living child-how to be with and educate the child.
The second point to highlight is Cavell's use of offering the other cheek. It is important to appreciate the full weight of what Cavell is calling for. In a fascinating reading of the parable of the good Samaritan, Ivan Illich makes the case that one of the lessons of the good Samaritan story is that we are called to love whoever is in front of us calling for our love. This offers a radical break with ethics based on obli 23 -gations to our group-fellow adherents of our religion or citizens of our nation-or an I feel like I've taken us far afield from the discussion of teacher education regulations with which we started, but this is exactly why I find Cavell's thinking important for teaching and teacher education. Even as I prepare my students to do well on their edTPA exam so they can become certified teachers and as I work to make sure 24 they can implement best practices in their classrooms and lesson planning, I also 25 attempt to teach in acknowledgement that it is important-especially as an educator-to turn the other cheek so that we turn toward the preciousness of each student, each moment. Even if something like turning the other cheek cannot be directly nothing less-than our fullest responsiveness to the present moment. Instead of falling back on our way as the way-through bullying, cynicism, or righteous certaintywe can live the questions we can't yet answer, trusting that not following the foregone conclusion is our better hope, even if it is a hope that doesn't offer any promise of success.
In a way, it is up to the teacher educator to be representative of this way of living. Our politics will have to be one of remaining open to conversion through resis 27 -ting and questioning the foregone conclusion. We must remain present to the questions of the child and the adolescent-Does this work really prepare me for anything other than more school? Why do adults seem so uninterested in the world? Am I worthy of love?-and let the questions educate our responsiveness to the world.
Though this work may not feel as politically efficacious as protesting educational policies or advocating for practices we feel are more effective than the ones we have, it doesn't mean it should be denigrated out of existence, or seen as a-or nonpolitical.
Choosing to remain open to conversion is indeed political, and freeing a child to see herself as the eyes of love see her-not as disgusting, or stupid, or ugly-though not politics in any major key, is nonetheless transformative and needful. This is what I take to be Cavell's call to educators especially, and one I think deserves far more attention than we give it.
It is easy to get pulled into the world of adulthood, where it feels like we should only talk of serious things and put away all that is childish or reminds us of childhood, but it is just this reminder that we may need if we are to make schools more humane, more just, more educative. The teacher teaches children, not foregone conclusions in a world where possibilities are fixed and locked in place. Cavell's thinking shows us that there is far more play in the world, and we should join children in exploring possibilities that offer the hope of growth and conversion: "This seems to me a task that warrants the name of philosophy. It is also the description of something we might call education." We teachers and teacher educators should wonder: Can 
